Cross-cultural experience plays a very important role in the growth of preservice teachers. This narrative study explored Canadian pre-service teachers' Chinese language learning and their cross-cultural experiences in China in relation to their participation in a three-month international program between a university in Canada and a university in China. This study focuses on four participants' Chinese foreign language learning and how their Chinese learning influenced their cross-cultural learning when being immersed in a Chinese language environment. The findings show that the pre-service teachers not only developed a basic level of oral language proficiency, but also developed a higher language tolerance for the learners who are non-native speakers of English. In addition, through learning Chinese, the pre-service teachers learned more about Chinese culture and developed an appreciation of different cultures which helped them develop better perceptions and attitudes toward multicultural education in Canada.
Introduction
With cultural diversity and linguistic pluralism underlying multiculturalism in schools around the world, pre-service teachers who will be on the frontiers of the educational practice have to face different challenges in a multicultural educational environment (Banks, 1993) . Because they will influence future generations, it is imperative for them to learn to employ multicultural approaches when preparing their classes in the future. Cross-cultural learning and teaching experience can broaden pre-service teachers' worldview and improve their teaching skills. Moreover, incorporating intercultural experience into the pre-service teacher education system can help preservice teachers adapt to the challenges of multiculturalism in their own country (Ateşkan, 2016; Cushner & Mahon, 2002) .
3. While in China, what language acquisition strategies do Canadian pre-service teachers find most effective? 4. How do Canadian pre-service teachers learn about Chinese culture when immersed in a Chinese language environment?
Literature Review

Second Language Acquisition and Second Language Learning
Second language acquisition (SLA) has become a popular topic, attracting increasing interest across the globe since the 1960s (Cook, 2010 , Ellis, 1994 Selinker, 1972; Skehan, 1991) . SLA refers "both to the study of individuals and groups who are learning a language subsequent to learning their first language as young children" (Saville-Troike, 2006, p. 2) , and is the process through which people learn or acquire a language in addition to their native language(s). Although the terms second language learning (SLL) and SLA are used interchangeably in many studies (Gass, 1997) , these terms do differ (Ellis, 1994; Krashen, 1981) . According to Krashen (1981) , SLL refers to the conscious process of learning a second language and spending a certain period of time to learn the language with a specific purpose. Alternately, SLA refers to the acquisition of a language subconsciously or naturally with little or no formal training or learning (Abukhattala, 2013) . In addition, SLA is interchangeable with foreign language acquisition (FLA) and foreign language learning (FLL) in some studies (Gass, 1997) . Hence, it is necessary to get a better understanding of these relevant key terms.
Second language vs. foreign language. Both second language (L2) and foreign language (FL) describe the languages learned or acquired by people in addition to their first language (L1) (Derakhshan & Karimi, 2015) . In the past, L2 and FL have been used synonymously in many contexts; however, there are some distinctions between the two (Ellis 1994; Stern, 1983) . L2 is a language that "somebody learns to speak well and that they use for work or at school, but that is not the language they learned first" (Oxford Advanced Learner's Dictionary, nd). Based on the definition, L2 does not simply refer to "the chronology of language learning"; it also used to indicate "the level of language command in comparison with a primary or dominant language" (Stern, 1983, p. 13) . Moreover, Derakhshan and Karimi (2015) address the importance of L2 and its status in a social context. In contrast, Saville-Troike (2006) defines FL as a language that is not commonly used in the learners' immediate social context and notes that most people learn an FL in a formal classroom, often with a specific purpose such as future travel or other cross-cultural communication. Therefore, one of the crucial conditions used to distinguish between an L2 and an FL is to consider whether it owns a good language environment (Moeller & Catalano, 2015; Ringbom, 1980) . Moreover, Stern (1983) states that an FL does not have an official status or an identified function within a country, whereas one's L2 does.
Although SLA and FLA both describe people learning a language in addition to their L1, there are some distinctions between SLA and FLA. SLA should be differentiated from FLA based on the purposes of learning the languages and the learning environment (Hawkins, 2001) . As a result of those two factors, learners' learning motivations vary correspondently (Dörnyei, 2008) .
According to Håkansson and Norrby (2010) , foreign language learners often show a stronger motivation than L2 learners because of the target language's environmental impact. The environment of L2 learners is better than FL learners, so they learn and acquire the language not only during class, but also from outside of the classroom. Hence, L2 learners show a lower motivation compared to FL learners who basically learn the target language in an environment that lacks regular interactions with the target language community (Ringbom, 1980) .
Cross-Cultural Learning and Second Language Learning
Cross-cultural learning refers to the process of adapting to a new environment and its requirements by gaining necessary knowledge, skills, and attitudes (Hannigan, 1990) . Second language learning (SLL) is usually associated with cross-cultural learning; moreover, foreign language learning is also linked with understanding a foreign culture as language and culture cannot exist without each other. An increasing number of studies explore and demonstrate the importance of cross-cultural learning in foreign language learning, business, and other fields (Huang, 2010; Ji, Zhang, & Nisbett, 2004; Watkins, 2000; Yamazaki & Kayes, 2004) . Kayes, Kayes, and Yamazaki (2005) conducted a literature review research on cross-cultural learning and identified 73 skills, clustered into ten thematic cross-cultural learning competencies. According to Chang et al. (2011) , cross-cultural learning research over the past fifty years has primarily focused on the differences between Eastern and Western cultures.
Cross-cultural experience of pre-service teachers. Cross-cultural experience plays an essential role in the growth of pre-service teachers and, when used in conjunction with teaching experience, can broaden teachers' worldview and improve their teaching skills. Moreover, incorporating intercultural experiences into pre-service education can help pre-service teachers adapt to the challenges of multiculturalism in their own country (Ateşkan, 2016) . Research indicates that such experiences are valuable to pre-service teachers in terms of enhancing their knowledge and skills, worldviews, and awareness of global issues (Brindley et al., 2009; Kabilan, 2013; Rodriguez, 2011; Unlu, 2015) . The programs cover a wide range of issues, and their durations vary from weeks to months. Moreover, some programs may be reciprocal, while others are one-way (Olmedo & Harbon, 2010; Xu & Connelly, 2013) . Therefore, pre-service teachers' cross-cultural living and studying experiences can differ to some extent.
Numerous pre-service teachers participate in different cross-cultural programs provided by a variety of schools every year (Wilson, 1993) . Most research examined the structure and nature of cross-cultural educational experiences for pre-service teachers and affirm the value of these programs and identify a wide range of benefits (Cushner & Mahon, 2002; Quezada & Alfaro, 2007; Stachowski & Visconti, 1998; Williams & Kelleher, 1987; Wilson, 1993) . However, there is an increasing recognition of insufficient systematic documentation of pre-service teachers' international experiences (Cordeiro, 2007; Zeichner, 2002) . Because global perspectives gained from cross-cultural experiences will ultimately influence their future students, the current study seeks to develop a more thorough understanding of three phenomena: pre-service teachers' crosscultural living and studying experiences, the ways in which international programs influence their teaching skills, and how study-abroad experiences are meaningful to their lives.
Chinese as a foreign language learning and teaching. Chinese is the most common language in the world, with 1.28 billion people -approximately 16% of the world's populationspeaking some form of Chinese as their first language (McCarthy, 2018) . In addition, around 70% of Chinese people speak Mandarin. Chinese is also one of the oldest languages in the world and has been carrying the Chinese culture for thousands of years. According to Saville-Troike (2006) and Stern (1983) , Chinese learning and teaching in some countries should be considered foreign language learning and teaching instead of second language. For example, Canada is a linguistically and culturally diverse country that recognizes English and French as its two official languages. Hence, following the arguments put forward by Saville-Troike (2006) and Stern (1983) , the current study suggests that the Chinese language should be considered as a foreign language for the preservice teachers. This framing of the language would be more appropriate in the social context. Chinese foreign language learning (CFLL) and Chinese foreign language teaching (CFLT) have aroused an increasing number of researchers' interest in recent decades. Many studies have covered a wide range of research areas: the nature of Chinese language, the approaches and strategies on both CFLL and CFLT, and the influence of Chinese culture on CFLL (Chang, 2017; Moloney & Xu, 2015; Ramzy, 2006; Taft & Chung, 1999) . One of the biggest differences between Chinese and other kinds of languages is that Chinese is a tonal language. In Mandarin, there are four tones: the rising tone, where the voice raises on the syllable; the departing tone, which drops at the end of the syllable; the level tone that neither drops nor raises on a syllable; and the checked tone, which drops in the middle of the syllable and then raises at the end. Pronouncing one syllable with each tone will give that syllable four different meanings in Mandarin, though in English the meaning would remain constant regardless of the tone being used. Moreover, unlike the phonetic Latin alphabet used in English, Chinese uses logographic characters which cannot be read phonetically (Taft & Chung, 1999) . These characters are comprised of radicals, which are a graphical component of the larger logographic character. Using radicals as teaching tools can be helpful in the context of CFLL. As language and its culture are inseparable, it is vital to understand the importance of culture in second language learning and its significant influence on CFLL .
CFLL motivation. Motivation is a key factor in foreign language learning and has been studied for many years. Norris-Holt (2001) defines motivation as the orientation of a learner with respect to the goal of learning a second language and divides it into integrative motivation and instrumental motivation. Instrumental motivation would lead to a significant effort in learners' second and foreign language learning, thus achieving a greater language competence (Dörnyei, 1990 (Dörnyei, , 1998 Veronica, 2008) . Moreover, learner's attitudes and motivation are both important for second language acquisition (Dörnyei, 2001) . Ruan, Duan, and Du (2015) suggest that Chinese is often regarded as a difficult language to learn in Western countries and argue that it is therefore necessary to increase the motivation of learners-especially for beginners with low language skills-when conducting a task-based class. Rueda and Chen (2005) purport that cultural differences can influence the assessment of motivational processes in second and foreign language learning. This is validated by Yu and Watkins (2008) , who conclude that learners from Western countries and learners from Asian countries are significantly different in terms of their motivation for learning Chinese as a second language. Motivation plays an essential role in learning CFL; students could easily lose their interest in Chinese learning if appropriate teaching methods and criteria are not effectively utilized to stimulate their motivation (Hettiarachchi, 2016; Mkize & Chisoni, 2015) . Moreover, not only can intrinsic motivational factors such as cultural interest promote CFLL, but so too can external conditions such as learning environment, teachers, and peers influence CFLL learners (Yan, 2012) . Mezirow's (1991) transformative learning theory has been used to analyze how pre-service teachers engage in cross-cultural learning and teaching programs in many different countries (Cushner & Mahon, 2002; Östermark, 2011 , Trilokekar & Kukar, 2011 . According to Mezirow (1991) , transformative learning involves being critically aware of one's own assumptions and how they shape the ways in which people perceive, understand, and feel about the world. Challenging these structures can facilitate more inclusive and integrative perspective that reduces discrimination. Trilokekar and Kukar (2011) argue that this lens provides a way of seeing how pre-service teachers make meaning as they engage in learning and teaching activities abroad.
Theoretical Framework
O'Sullivan (2003) defines transformative learning as a process that involves "a deep, structural shift in the basic premises of thought, feelings, and actions" (p. 327) and fosters a dramatic shift in the way people view their relationship in the world. This shift involves five aspects: a) how people understanding themselves and their locations; b) how they understand their relationships with others and the natural world; c) their awareness of their bodies; d) their sense of justice and happiness; and e) their understanding of power relations in intersectional structures of class, race, and gender. A thorough review of the literature on transformative learning suggests that pre-service teachers are depicted through a self-designed conceptual map (see Figure 1 ). Home culture shapes pre-service teachers' perspectives, framing the way they see the world. After entering a different cultural context, they encounter a disoriented dilemma to some extent (Taylor, 1998) . This cross-cultural learning experience can change their views on education and challenge their opinions of their own values, intelligence, and potential. At the end of the transformative learning process, pre-service teachers should ideally form a new worldview that will impact their future life and work.
Methodology
Narrative Inquiry
Narrative inquiry is a qualitative methodology that studies "the ways humans experience the world" (Connelly & Clandinin, 1990, p. 2) . It is based on the premise that people understand or make sense of their lives through narrative (Bruner, 1991) . The many definitions of narrative inquiry all have one common element: storytelling. Connelly and Clandinin (1990) argue that "humans are storytelling organisms who, individually and socially, lead storied lives" (p. 2). In short, people live with stories. In the development of narrative research, Xu and Connelly (2009) define narrative inquiry as "a way of thinking about life" (p. 221) that is not simply telling stories. In other words, narrative inquiry refers to understanding and inquiring into experiences through a "collaboration between researcher and the participants, over time, in the place or series of places, and in social interaction with milieus" (Clandinin & Connelly, 2000, p. 20) . Moreover, a narrative inquiry is "more than the uncritical gathering of stories" (Trahar, 2009, para. 1) . This is supported by Xu and Connelly (2010) , who state that "story is not so much a structured answer to a question, or a way of accounting for actions and events, as it is a gateway, a portal, for narrative inquiry into meaning and significance" (p. 356). Thus, narrative inquiry is defined not simply by storytelling, but by the critical reflection and analysis of stories that offer insights into the practical experience of people immersed in the social context of a given subject.
Narrative inquiry is an ideal methodology for education research as it explores pedagogical issues by analyzing the experiences of individuals. Connelly and Clandinin (1990) were the first to provide an overview of narrative inquiry in educational research. Dewey (1938) discusses that life is education, emphasizing the importance of experiential education. Based on his theory of experience, Clandinin and Connelly (1990) claim that there is a strong connection between life, experience, and education. This promoted the development of narrative inquiry as an approach of studying individual stories. An increasing number of narrative studies have analyzed specific domains of education, such as music education, mathematics education, and pre-service teacher education. In this way, practitioners were no longer "silenced in the research relationship" (Clandinin & Connelly, 1990, p. 4) . Moreover, practitioners, "who may also become coresearchers" (Huber, Caine, Huber, & Steeves, 2013, p. 220) , have more space to talk about their own experiences. Besides interviews, journals, self-reflections, field notes, and other records can be used as methods to conduct a narrative inquiry.
Suitability. According to Conle (2000) , narrative inquiry focuses more on the individual stories rather than a border view. This applies to the participants of the current study, who have unique experiences and stories from visiting China. Every pre-service teacher who attends the program holds different understandings and expectations with regard to this trip to China. In addition, they have displayed different degrees of motivations, attitudes, and strategies while learning the Chinese language. Given these factors, the experiences of the participants might be transcribed quite differently. Thus, narrative inquiry will be an effective approach with respect to pre-service teachers' cross-cultural experiences through their own stories.
Research Procedure
As a member of the RLP, the researcher visited China with the group of pre-service teachers for three months. Before departure, the pre-service teachers had attended nine weekly planning sessions starting in January 2018, during which they had taken regular Chinese language classes. After receiving approval from the Research Ethics Board (REB) and consent from the participants, the researcher focused on observing the participants' Chinese language and cultural learning during their stay in China. At the end of the trip, individual interviews with the participants and follow-up Chinese language assessments were conducted after receiving additional consent from them.
Participants. In this study, participants were pre-service teachers studying at the University of Windsor who applied to the RLP in 2017-2018. Although they come from the same program, they differ with respect to cultural heritage, major, learning background, and teaching experience. All individuals had their own unique experiences. Ten pre-service teachers participated in the Reciprocal Learning Program from March 2018 to June 2018. Four pre-service teachers are showcased in this study, pseudonymously called Jamie, Carmen, Linda, and Tony. Jamie and Carmen are both Caucasians, while Linda was originally born in Pakistan and immigrated to Canada when she was young. Tony was born in Canada, though his parents immigrated to Canada from Vietnam. All four participants are Canadian citizens.
Research methods. Five research methods are implemented in this study: a) pilot Chinese language proficiency assessments, b) participant observations, c) field notes, d) individual interviews, and e) post-Chinese language proficiency assessments.
Findings
Pilot-Language Assessment
The week prior to departure, the four participants did the language assessment during class. The participants first needed to match Chinese greeting words with the correct English meanings. Then, they needed to distinguish Chinese characters from 0 to 10. Lastly, they needed to match Chinese words with the corresponding pictures. It took approximately 10 minutes for the participants to complete the assessment, which was conducted in both English and Chinese. The result turned out fairly well. All the participants did well on the Chinese greeting words and were able to recognize the Chinese characters from 0 to 10 with the help of Pinyin. Jamie and Carmen had the most answers correct. However, two participants did not do as well. Tony thought that some of the words looked familiar to him, but he just could not remember them during that assessment. Linda, who had low expectations for the assessment, was happy with the result because she knew that she had been able to learn some Chinese words during the three months (Linda, personal communication, 2018) .
Jamie's Stories
Jamie explained this trip was an "eye-opening" experience for him (Jamie, personal communication, 2018) . He had learned a lot within the three months. While learning Mandarin, Jamie showed a high level of motivation during the initial lessons before departure, and also showed a positive attitude towards learning Mandarin throughout this trip. He engaged in many public situations where he could learn and practice Mandarin. He initially started utilizing the knowledge he gained in the Chinese classes to communicate with a Mandarin-speaking flight attendant while he was on the plane from Toronto to Beijing, though other group members were still in English-speaking mode. One of the reasons that Jamie had been interested in learning Mandarin was that his brother used to teach English in China several years before Jamie joined the RLP. Jamie explained "I think I'm interested [in learning Mandarin] because my brother speaks Chinese" (Jamie, personal communication, 2018). Not only had he been influenced by his brother, but he was also fascinated by Marxism in China.
However, Jamie also reported that his motivation "went up and down" (Jamie, personal communication, 2018) during this trip. He mentioned that his busy schedule and the stress associated with it caused his learning motivation to fluctuate during the trip: I had higher motivation, even my Dad even sent me an email like a week ago being like 'You should come back and take a year to learn Chinese in China,' but… [My motivation] was really high at the start, and then went down in the middle, and it's back up by practicing a little more, but it was not enough. It went down. I think it was because I felt a little bit overwhelmed after the trip. Maybe I am overwhelmed by being in a new country. (Jamie, personal communication, 2018).
After arriving in China, Jamie continued to learn Mandarin by himself. He asked his Chinese friends to help him practice Mandarin. He also helped the Southwest University students with their English and asked them to help with his Chinese. He said that he should have asked for help from the Chinese students more. In addition, Jamie used digital language applications extensively during the three months in China, and he used WeChat, a Chinese social media application, to practice Mandarin. During our interview, Jamie showed the learning apps on his cell phone and articulated how much he had achieved with one of the apps. He said: "I have been using Pleco as an English-Chinese dictionary, and sometimes I used HelloChinese. Actually, I have gone pretty far with it. I have learned the clothes, directions, some food, time, and dates." (Jamie, personal communication, 2018) Jamie also shared his experience about how learning Chinese helped him teach the English language to the Chinese students:
It has been helpful like in the school, the students will come up to you and ask you a lot of questions. Like I will say, "我是历史老师 (I am the History teacher)." Even I say it poorly, but they like hearing small things like that a lot. So it has been helpful for Canadian teachers connecting with students. The students seem[ed] to like [it] a lot when I said "非常好 (very good)!"…I think maybe it helps the students [to be] willing to take more risks to learn English, and it maybe helps to lighten the class because sometimes the students are very shy when there is a foreign teacher in the class...It improves the relationship between me and the students. I can tell that the teachers also appreciate[d] it. Definitely, it could help get closer with that. (Jamie, personal communication, 2018)
Carmen's Stories
Carmen initially considered English to be an international language and Chinese to be unnecessary, but she changed her attitude towards learning Mandarin after staying in China: I think we didn't realize the importance of our survival lessons of Chinese until we came here. English is kind of a snobby language and…we just assumed that everyone knows English because it's so 'universal'…So, we just assumed that people in China would speak English…and it's funny because we didn't really appreciate how much the survival lessons were going to help us. I brought my book of all the survival lessons in Chinese, and it's funny how I review it now, and I see how many words were used and how much we struggled the first month-and-a-half and we didn't know how to even say "我要 (I want)", or "这个 (this)" and "那个 (that)". We did not realize that we needed to know that! And now looking back, it's like by using all these words, and if I just focused on the beginning, then I feel like I could have learned a lot more here. I think the survival lessons were so much more important than we assumed they were. And I wish that we would have appreciated them more before we were living in China. (Carmen, personal communication, 2018) Motivated by external and pragmatic factors, Carmen also came to realize the flaws of her own Anglo-centric perspective. This highlights how being immersed in a foreign culture can promote transformative learning with regard to cultural sensitivity and awareness. In addition, she noted that her motivation was inhibited to some degree by the difficulty of Mandarin, but she observed that her motivation became stronger after she came to China: I have motivation because I know that I am good at learning languages, but I say that because I was good at high school French class. It's easy to get discouraged when learning Chinese. It's discouraging because it's so hard. Like "我要" and "I want". Nothing there connects the two. So, you just straight memorize it, like really learn it and understand it. So even if I had the motivation, it is easy to lose it just because of how different the language is. I still want to learn it especially now that I have that base of a few words. Dr. Xu told me that 'If you can learn 300 words in Chinese, you can read the newspapers; you can probably have a solid conversation.' It is funny because it is true that there are words that I learned "今天", that I learned on my own…So I feel I am more motivated now that we are about to learn which I did not have before, and that is interesting. (Carmen, personal communication, 2018) Carmen's insights emphasize how learning motivation can be inhibited by the difficulty of learning a language that does not use a phonetic alphabet, like English does, or that does not share commonalities with Latinate languages, as French does. However, her narrative also demonstrates how these challenges can be overcome by becoming immersed in the culture of the target language, which is an essential component of CFL approaches.
Linda's Stories
Although Linda was dedicated to participating all the RLP activities and motivated to visit China, she did not make much effort to learn Mandarin during the prep sessions. She confirmed this herself in the individual interview at the end of the trip. During the interview, she said that she did not learn much Mandarin from the survival Chinese lessons because she was tired from her tight course schedule in Canada. In addition, she had been more interested in Japanese and Korean, so she was not dedicated to learning Mandarin at the beginning. However, she started changing her attitude towards learning Mandarin when staying in China, and she became more confident after learning more Mandarin and made more Chinese friends:
That's something that has surprised me. Because I was kind of happy with my Korean, my Chinese is slowly getting better, and I have made good friends with the kind university students…I used to be shy in Canada…but I become more social now in China…Before I was more interested in learning Japanese and Korean. I didn't really want to learn Chinese, but now that I've learned some of it, I don't want to lose what I have. I actually am interested in keeping this language. (Linda, personal communication, 2018) Due to her low level of motivation, Linda did not learn much initially; however, after discovering her love for romantic dramas, I recommended several Chinese romantic dramas to her. She started to watch the Chinese dramas and enjoyed the stories immensely. The more Linda watched, the more she became interested in learning Mandarin. During the interview with Linda, she explained her language learning process: I started to listen to the dramas. I watched dramas and that helped me because listening is how I learned. I watch shows. For example, I pick up the words "你在 哪里呀?" which means "Where are you?" I learned it through a drama. (Linda, personal communication, 2018) Being immersed in the culture of the target language is a critical component of a CFL approach, and Linda's experience seems to validate this claim and underscores how such approaches can increase internal motivation.
Linda did not use language applications to learn Mandarin when she was in China. Instead, she found that asking friends nearby was an effective way to improve her Mandarin. In addition, consistent repetition and practice could enhance the knowledge she gained. During the interview, Linda said:
When we first met [a Chinese student], I could not say her name at all. In the beginning, I just called her by her English nickname, and then I started calling her [Chinese name]. Now, it's so easy for me, not because I hear it more, but because my tongue and my mouth are able to say and move in a way that Chinese words require. I know the four different tones. I have been practicing and practicing. For me, the learning method has always been listening to someone doing it, and saying it constantly with my friends…When I was saying something wrong, Tony would fix me, I learned it right…And then I talked to Tony, he would say something wrong, and I would fix him. (Linda, personal communication, 2018) Linda's response not only reinforces Carmen's narrative, which underscores the value of friendship with the Chinese speakers, but also highlights the value of peer learning. When peers engage in learning together, they can build on each other's knowledge.
Tony's Stories
Because of Tony's Vietnamese background, he had a better understanding of Asian cultures than other participants did, and he knew more about China than they did. However, he did not show a strong interest in learning Chinese. During the interview, Tony said that he had a good memory, which helped his language learning. Also, because he was bilingual, he was familiar with second language learning. Tony's ability to quickly pick up the tones and accents gave him more confidence than the others. Though he attended the classes, he did not learn any Mandarin after class or practice Mandarin in the WeChat group before departure.
Unlike Jamie and Carmen, Tony did not demonstrate a strong motivation to learn Mandarin during the initial lessons. As he can quickly pick up the tones and accent, he was more confident than the others. In addition, Tony believed that with the help of technology, he was able to communicate with local people more efficiently:
It's more motivation to survive, basically…Again, I know language won't be that big of a deal because I'll find ways to work around it…The thing I used the most is my phone…looking things up on Pleco or Google Translate. (Tony, personal communication, 2018) Tony had no intrinsic motivation to learn Mandarin, and with apps on his phone helping him engage with locals, neither did he have the external motivation to learn the language. Thus, even though he intuitively learned some of the Chinese language with greater ease than the other participants, he made little progress overall at the beginning of the trip. However, after living and learning in China, Tony found many Chinese people assumed he was also Chinese many times due to his Asian appearance. As a result, he had more opportunities to communicate with local people, which increased his learning motivation slightly. Moreover, helping teach other preservice teachers some new Mandarin words that he learned from the locals also increased his motivation to some extent.
While being interviewed, Tony, who completed a school placement at the same primary school as Jamie, shared a similar perspective:
My Chinese, it helps my school practicum with…connecting. Students can make connections, but like even outside of the classroom, a way of teaching students like words and phrases in English because always make soon interaction like a teaching moment, right? So I didn't know what [the Chinese word for] a Frisbee was, so I showed it to the students, [and] the [students were] like "飞盘", "oh, 飞盘, I am learning it now." A great connection with the students, especially outside of the classroom. I will say we have a good time. (Tony, personal communication, 2018) 
Post-Chinese Language Proficiency Assessment
The participants completed a post-Chinese language proficiency assessment after returning to Canada. Overall, all the participants did very well on the assessment. For the speaking part, the participants were asked to answer four simple questions related to greetings, their teachable subjects, their basic impressions about China, and the food they liked in China. All the participants were able to answer these questions in Chinese. However, some of the questions were repeated two or three times at the request of the participants. When the participants were asked to write down at least five Chinese characters on the paper, not all the participants did very well in their written assessment. For the last part, the participants needed to match the Chinese words with the corresponding pictures. However, because Pinyin was not displayed, they had to identify Chinese characters, and that proved challenging for the participants.
The post-language assessment demonstrated that the participants had developed a higher oral language proficiency since their departure. It also validated the participants' claims that they did not put much effort into learning Chinese characters. Because the participants focused mainly on developing their listening and speaking skills when they were in China, they were only able to write a few Chinese characters. Therefore, the tests results illustrated that the participants maintained their pre-departure understanding of Chinese characters. Though they may have become more familiar with the Chinese characters during their stay in China, they were not able to write these words correctly. Another significant finding is that the participants relied excessively on Pinyin to remember the Chinese words. Therefore, they barely recognized the Chinese characters without Pinyin.
Discussion
The Role of Participants' Chinese Language Proficiency in China
Chinese language learning plays a significant role in the participants' reciprocal learning in China. Learning Chinese as a foreign language helps pre-service teachers develop their interpersonal skills (Ateşkan, 2016; Kabilan, 2013; Yang, 2011; Zhao, Meyers, & Meyers, 2009 ). It enhanced the participants' intrapersonal and interpersonal skills, which allowed them to have deeper and more meaningful interactions with the local communities. For example, at the beginning, the intention of learning the Chinese language helped the participants easily start a conversation with the locals, such as the teachers and students from Southwest University, the teachers and students from the local placement schools, administrators, and support staff. During the learning process, the participants had more opportunities to build close relationships with the local communities so that they could have a deeper understanding of each other. The intimate relationships between the participants and the locals encouraged the participants to keep learning Chinese. All the participants said that speaking with their local friends gave them opportunities to practice Mandarin without the fear of making mistakes. Moreover, Jamie and Linda have decided to go back to China to teach Chinese students and to keep learning Mandarin.
In addition, learning Chinese as a foreign language promotes interaction and engagement within the pre-service teachers' group members (Kabilan, 2013; Zhao et al., 2009) . A democratic learning environment was created by the pre-service teachers when they stayed in China. They not only shared the knowledge of Mandarin they learned in terms of new words or important phrases they believed; they also discussed new ideas about teaching EFL, teaching plans, and other aspects of learning. This deepened their knowledge of other specific issues and skills. For example, Linda claimed that she learned some useful Mandarin from the group members when they had a discussion together and she felt that the interaction in such a context was beneficial. Therefore, the interactions among the pre-service teachers and between them and the local community enriched the pre-service teachers' practices and experiences with regard to their interpersonal skills (Zhao et al., 2009 ).
Learning Motivations
The study's findings reveal that the participants' motivation varied from person to person. Jamie and Carmen showed strong motivations before coming to China; however, Linda and Tony did not demonstrate strong motivations to learn Mandarin before departure. Though all the participants showed strong learning motivations when they first arrived in China, their motivations fluctuated throughout the three-month trip in China. The study's findings also reveal that the participants only focused on their spoken Mandarin instead of learning the Chinese logographic alphabet. This was likely the result of two factors. The first is that the Chinese logographic alphabet is very different from Western phonetic alphabets (Taft & Chung, 1999; Wang & Shiau, 1973) . Thus, unlike the English language, the Chinese characters cannot be read phonetically. Hence, learning Chinese characters involves a lot of rote memorization (Winke, 2013; Xiao, 2002) and it becomes more difficult for English natives to learn Chinese. Moreover, because the participants of this study were not taught the Chinese characters in a systematic way, they did not understand the structure of the Chinese characters and the radicals (Taft and Chung, 1999) . The second reason is that pre-service teachers' motivations for learning Mandarin are primarily based on survival needs (Norris-Holt, 2001) , which means that they are different from the normal foreign language learners. They learned Mandarin primarily to make living and studying in China easier during the three months. Chinese characters are used for written language, which the participants did not need for most of their interactions. Thus, it was not imperative for all the teacher candidates to learn Mandarin, and it did not influence their academic performance if they did not learn. Therefore, the participants tended to only focus on learning oral speaking for the daily necessity instead of practicing reading and writing. In the end, the intimate relationships between the participants and the locals intrigued the participants' motivations to keep learning Chinese.
Cross-Cultural Experience
The three-month cross-cultural experiences of the four participants can be considered a process of transformative learning (Mezirow, 1991; O'Sullivan, 2003) . When the participants initially arrived in China, they started the transformative learning process. They experienced "a deep, structural shift in the basic premises of thought, feelings, and actions" (Maxwell, 2002, p. 18) . The findings suggest that all the participants encountered a disorienting dilemma to some extent after arriving in China. The participants' comments reveal that, while staying in China, they faced a wide range of adaptation, such as language barriers, cultural differences, and different eating habits. The time that the participants spent in China made them look at China, Chinese people, and Chinese culture from a different perspective. Before this trip, the participants held some negative attitudes or stereotypes regarding certain features of the Chinese education and culture. More positive attitudes towards the structure of society and the Chinese educational system took shape in their minds during this international trip. They addressed the importance of being exposed to a new international environment, which facilitated the hands-on experience they gained through opportunities to observe local schools, teach ESL classes, and attend cultural seminars. This is consistent with Dunn, Dotson, Cross, Kesner, and Lundahl (2014) , whose participants shared structurally similar narratives. The stories shared by the participants also indicate that the overseas learning and teaching experience challenged their opinions of their own values, intelligence, and potential, thereby transforming their views on education and allowing them to form a new and more inclusive worldview (Mezirow, 1991; O'Sullivan, 2003) .
Conclusion
The current study explores both the cross-cultural experiences of Canadian pre-service teachers in China and their Chinese language learning while participating in the RLP between Canada and China. The current research also reveals the importance and benefits of learning Chinese as a foreign language for the pre-service teachers' cross-cultural experiences and their professional and personal development. The narratives in the current study offer critical insights into the participants' attitudes towards learning Mandarin and their learning motivations, which allows one to identify the various strategies that facilitate language learning among the pre-service teachers. Moreover, it provides insights into how the participants perceived Chinese culture when they were immersed in a Chinese language environment. The findings from this study indicate that preservice teachers' cross-cultural immersion experience provided them with insights into different cultures that benefited their future teaching career (Ateşkan, 2016; Kabilan, 2013; Rodriguez, 2011; Unlu, 2015) . In addition, they encountered different obstacles and challenges, such as language barriers and culture shock during the transformative learning process (Dunn et al., 2014) . More importantly, through the RLP, the participants were able to visit China where they developed themselves personally and professionally over their three-month exchange. As Connelly and Xu (2015) state, the reason that cultural exchange programs between China and Canada exist in the contexts of post-secondary learning in both Canada and China is that "the Chinese have things to learn educationally from the Canadians and, reciprocally, that the Canadians have things to learn educationally from the Chinese" (p. 2). Moreover, Xu and Connelly (2017) illustrate the concept of reciprocal learning and emphasize the importance of reciprocity in teacher education between Canada and China. This suggests that the overseas immersion experience of pre-service teachers is reciprocal for both local communities and themselves.
